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Abstract 
This study provides an account of seven Latina teachers’ select educational, profes-
sional, and personal experiences over the past 10 years as they completed a grow-
your-own-teacher program, became licensed teachers, and established themselves 
in Latinx minority–majority public schools within their rural, mid-western commu-
nity. More specifically, as a Latina researcher and participant observer, I sought to 
better understand the culturally and linguistically diverse (CLD) Latina teachers’ pro-
cess-oriented engagement and conscientization over time. Far from being ‘ready-
made’ conscientized teachers, in this work I discuss the ways CLD Latina teachers’ 
multiple and developing identities as bilingual learners, mothers, racialized minori-
ties in schools, and educated professionals serve as both burdens and gifts in their 
engagement and processes of conscientization for teaching CLD students. Through 
the use of critical literatures, and life and professional story methodologies informed 
by Chicana feminist epistemologies, I sought to privilege Latina teachers’ narratives 
as well as uncover the mechanisms and experiences that proved most impactful 
for their development and sustainment within white normative educational spaces. 
Findings illustrate an emergence of racialized, identitarian resources among Latinas 
and implicate a nuanced, culturally contextualized, pedagogical approach to pre-/
in-service CLD teacher professional development that engages participants in re-
flective storying, critical inquiry, and restorative community building. 
Keywords: Teachers of color, teacher preparation, teacher professional develop-
ment, culturally and linguistically diverse students, Latinx education 
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As a researcher and practitioner, I have engaged in educational and schol-
arly work with culturally and linguistically diverse (CLD) Latinx student pop-
ulations in various formats and contexts over the past 15 years. Growing up 
in the mid-West, as a bicultural Latina and daughter of a migrant worker, I 
have approached my work in education and teacher preparation with a fac-
eted lens. Whether in informal or formal learning environments, my interests 
and inspirations often stemmed from a desire to build understanding, con-
nectedness, and community. Still today, I marvel at the ways in which many 
Latinx youth seem to collectively embody the strengths, struggles, dreams, 
and passions of their families – drawing on these ancestral attributes for sus-
tainment in their daily lives.  Yet, despite the cultural and linguistic assets 
that CLD students bring to educational contexts, I also have witnessed the 
various ways in which educational institutions, and more specifically edu-
cators, fail to effectively engage Latinx students’ potentialities in the teach-
ing and learning process. 
These persistent shortcomings have historical, social, political, and eco-
nomic roots. As described by Ladson-Billings (2014), many educators, while 
claiming/attempting to use culturally relevant pedagogy, lack the experience 
and sociopolitical consciousness necessary to engage CLD students authen-
tically and critically in their learning. Scholars implicate larger systemic is-
sues such as historic racism, de facto segregation, and the predominance of 
Whiteness and race evasiveness in educational institutions for perpetuating 
these deficiencies (Cabrera, Franklin, & Watson, 2017; Jupp, 2017; Matias & 
Zembylas, 2014; Sleeter, 2001). The predominance of Whiteness in teacher 
education programs continues to be evident among the approaches and 
mechanisms in place for the recruitment, selection, preparation, and induc-
tion of teachers (Irizarry, 2011). Despite local, state, and national efforts, the 
cultural and linguistic inclusiveness of policies and curricula is still tragically 
limited and the demographic makeup of the teaching force has been slow 
in moving toward parody with K-12 student populations. 
Sadly, general teacher preparation programs recruit for diversity, but sel-
dom are equipped to support CLD pre-service teachers in using their cul-
tural and linguistic assets in purposeful and effective instruction. More of-
ten, through culturally stifling and outdated policies, they systematically 
discount these assets, marginalize CLD pre-service teachers’ diverse per-
spectives, and program out the very cultural nuances that would serve as 
natural tools for connecting with CLD students (Jones, Castellanos, & Cole, 
2002; Morales & Shroyer, 2016). Furthermore, due to the lack of mentorship 
beyond graduation, the absence of professional induction once in the class-
room, and the often toxic climate of white normative educational spaces (Ro-
bles, 2009), the rate of attrition among CLD teachers is greater than among 
white, monolingual teachers (Albert Shanker Institute, 2015). Given these 
complex realities, it is important to consider the preparation, development, 
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and conscientization of CLD pre-service and in-service teachers using a finer 
gauge of analysis. As such, I have sustained a commitment to studying these 
issues while simultaneously working to redress them. 
To these ends, with a focus on localized actions for improvement, I have 
found grow-your-own-teacher and 2 + 2 (2 years at a community college and 
2 years at a university) teacher preparation models to be rich with potential. 
Through cross-institutional collaborations with Hispanic serving districts and 
community colleges for over a decade, I have been engaged in research and 
implementation of several federal and state funded grow-your-own-teacher 
and 2 + 2 preparation programs that draw on the cultural and linguistic re-
sources within a community by way of recruiting, retaining, and preparing 
bilingual/bicultural Latinx pre-service teachers to work in local schools. 
In these efforts, I was mentored by fierce ‘academic mothers’, who in-
vested greatly in my personal and professional development, modeling em-
powering critical care pedagogies with me and the Latinx students in our 
programs. In our collaborative research, my mentors, colleagues, and I have 
published on the successes, failures, and lessons learned from these targeted 
research and implementation projects as well as our analyses of the larger 
social, political, and institutional challenges often encountered while doing 
this work within predominately white institutions (PWIs) (Herrera, Morales, 
Holmes, & Herrera Terry, 2011; Holmes, Fanning, Morales, & Herrera, 2012). 
These studies have shaped my continued research and contribute to the 
existing scholarship in teacher education and diversification in meaningful 
ways. They align with critical literatures, particularly in the areas of Latinx, im-
migrant/migrant, and English to Speakers of Other Languages (ESOL) edu-
cation that call for context- and culture-specific support and preparation for 
Latinx pre-service and in-service teachers (Kohli, Picower, Martinez, & Ortiz, 
2015; Magaldi, Conway, & Trub, 2016; Villegas & Lucas, 2002). 
Context, participants, and purpose 
Immersed in the body of scholarship noted above and inspired by Sando-
val’s (2000) methodologies of the oppressed, in this current work I engaged 
in a longitudinal study with seven CLD Latina teachers who were part of a 
research and implementation program I co-coordinated 10 years ago. The 
previous associated research study investigated the experiences of bilin-
gual, non-traditional students enrolled in a partially distance- delivered, 2 
+ 2 teacher education program called AccessUS. Developed based on the 
highly successful BESITOS model, created at the same university (Holmes 
et al., 2012), AccessUS was a collaborative program between a land grant 
university, three Latinx-majority school districts, and two Hispanic serving 
community colleges in a midwestern state. This grow-your-own-teacher 
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program targeted individuals who were already associated with the part-
nering school districts, primarily as language support paraprofessionals, to 
become teachers. It was offered as part of a larger K-16 simultaneous re-
newal initiative funded by a Teacher Quality Enhancement grant from the 
Department of Education. 
Some key findings from the previous study that informed this current 
work were (a) due to their unique and often difficult experiences as EL Lati-
nas, participants could relate to their EL, Latinx students in authentic ways; 
(b) participants were culturally responsive as they utilized their cultural and 
linguistic knowledge to teach their EL students; and (c) through their wide 
range of personal, social, and purposeful educational experiences, partici-
pants developed a sense of agency to advocate for themselves and other 
Latinxs in their schools and communities (Morales & Shroyer, 2016). These 
initial findings were foundational to the current study as they served as a 
jumping off point. They informed my inquiry and provided fodder for deeper 
conversations with the subset of seven participants as current CLD in-ser-
vice teachers, and with myself as a cultural insider, participant observer, and 
teacher educator. 
Having been socialized as bilingual Latinas in the same semi-rural, mi-
nority–majority agrarian region for years, the seven women in this study 
shared many similarities – yet their background experiences varied. Four 
of the seven are first-generation native-born US citizens, and three of the 
seven were immigrants to the US as children. All seven began attending US 
public school in early elementary grades, and one experienced a transna-
tional education – entering and exiting the US public school system three 
times during her K-12 years. Given the political climate of the time of their 
formal K-12 schooling (proliferation of English-only legislation in the 1980 
and 1990s), and even though their families spoke Spanish in the home, none 
of the seven participants had the benefit of bilingual education as children. 
Three were placed in ESOL pullout programs and four were in English-only 
immersion programs. Despite their hardships in learning English, at the time 
that I met them (entering the teacher education program) all seven women 
were fully bilingual in Spanish and English. 
This current study draws upon and extends beyond participants’ educa-
tional experiences as students. As such, it provides an account of the La-
tinas’ experiences over the past 10 years as they became licensed teach-
ers and established themselves in Latinx minority–majority public schools 
within their rural, mid-western community. As a researcher and participant 
observer, I hoped to better understand pre-service and in-service, grow-
your-own CLD teachers’ process-oriented engagement and conscientiza-
tion over time. The questions that guided my inquiry in this process were: 
(a) What aspects of CLD Latinas’ teacher preparation and/or professional 
development proved most salient for the Latinas in working with their CLD 
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students? and (b) What tools and processes support and sustain the Lati-
nas’ enacted identities as impactful CLD teachers in white normative edu-
cational spaces? The following critical theoretical frameworks were used to 
explore participant narratives related to these questions as well as to exam-
ine the larger issues shaping current practices and dominant narratives in 
CLD teacher preparation and professional development. 
Theoretical frameworks 
I utilized Latino Critical Race Theory (Delgado Bernal, 2002; Solórzano & Del-
gado Bernal, 2001; Yosso, 2006) and Chicana Feminist Epistemologies (Del-
gado Bernal, 1998) in the conceptualization, design, and implementation of 
my study. Similar to Solórzano and Villalpando (1998), who studied the re-
sistant cultural capital of marginalized students within the larger social con-
finements of white normative public education, I used CRT (more specifically 
LatCrit) to problematize historic and contemporary structures within educa-
tion and academia that perpetuate exclusion, silencing, and marginalization 
of Latinx and linguistic minorities (Ledesma & Calderón, 2015; Solórzano & 
Yosso, 2002). Further, I employed LatCrit as a mechanism for interpretation 
and to frame my understandings of the social realities shaping the Latinas’ 
lived experiences in this study. 
I also pressed into the work of Delores Delgado Bernal focused on Chi-
cana Feminist Epistemologies (CFE) (1998, 2001, 2002). In this powerful line 
of contextualized research, she applies the cultural ways of knowing among 
communities of color, specifically within Latinx communities, to build theory 
(further discussed in the introductory essay of this issue). By theorizing the 
complex subjectivities and multiplicities within Chicana identities and real-
ities, CFE elucidates the differing experiences of Chicanas relative to those 
in dominant positions of power (Moya, 2002). 
Delgado Bernal’s scholarship on CFE within educational research is par-
ticularly powerful in how it centers and elevates Chicana experiential and in-
tuitive ways of knowing that ‘disrupt hegemonic categories of analysis’, ‘cre-
ate decolonizing methodologies’, and ‘inform our practice as educators and 
activist scholars’ (Calderón, Delgado Bernal, Pérez Huber, Malagón, & Vé-
lez, 2012, p. 514). Cultural intuition, which Delgado Bernal describes as ‘the 
unique viewpoints Chicana scholars bring to the research process’ (1998, p. 
2), honors the cultural sensitivity that Chicanas have to understanding the 
nuances of Latinx personal and collective experiences. She also articulates 
the value of Chicanas theoretical sensitivity in educational research and how 
it flows out of one’s ‘personal experience, the existing literature, one’s pro-
fessional experience, and the analytical research process itself’ (in Valen-
zuela, 2013, p. 75). Therefore, I summoned my own cultural intuition and 
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knowledge of LatCrit theory and CFE as I captured, interpreted, and applied 
the Latinas’ ‘untold histories’ (Delgado Bernal, 1998, p. 2) within the vari-
ous contexts and spheres of education in order to better understand them. 
Modes of inquiry 
Given my prolonged engagement (Lincoln & Guba, 1985) with the partic-
ipants, and my positionality as a cultural insider (Bhattacharya, 2017), my 
role in this present study was primarily that of researcher and participant ob-
server (Krefting, 1991). Taking into consideration that this study was couched 
within a 10+ year relationship with these seven women, I utilized more con-
textualized and dialectic methods of data collection and analysis (Goodson 
& Sikes, 2001/2010; Van Manen, 1990). 
Through my formal and informal roles over the years (as program coor-
dinator, course instructor, researcher, and later as mentor and graduate ad-
visor) I bared witness to the CLD Latinas’ growth and development and I 
observed as they established themselves as professionals in Latinx minority–
majority public schools within a rural mid-western community. At the pres-
ent time, they hold a range of teaching and leadership positions within their 
home districts. While I have made an effort to follow the professional paths 
of all my CLD students, post graduation, this subset of seven participants 
demonstrated a desire to remain connected and engage more formally and 
consistently with me, the university they graduated from, and each other. 
As a result, I have maintained communications with them via phone, email, 
social media, and in person and I served as the graduate program advisor 
for three of the seven women. 
In addition to ongoing virtual communication with and among the Lati-
nas, the group has maintained their relationship, coming together as an in-
formal Latina learning community regularly. The seven teachers and I have 
continued to meet, reminisce, eat, laugh, vent, and cry as they discuss their 
current realities as professionals and mothers, as well as their problems of 
practice as CLD teachers. Within these sessions I have introduced informal 
prompts to elicit reflection and spur conversations. During a visit in spring 
of 2016, I invited each of them to reexamine data (individual transcripts, sur-
veys, etc.) which. I collected from them in the original study they first par-
ticipated in as undergraduates. They were asked to read the artifacts prior 
to us coming together for a reflective conversation. 
Using their own narratives as mirrors, participants reflected upon who 
they were as CLD, first-generation, non-traditional college students, their 
prior experiences in the grow-your-own-teacher program, and their current 
realities as CLD teachers of CLD students in white normative public schools. 
Through these ongoing dialogs, participants have engaged with me and 
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each other in sustaining community, through storytelling, sharing of strug-
gles and consejos (advice and words of wisdom), and establishing confianza 
(trust) among the group (Elenes & Delgado Bernal, 2010). 
As a result, through use of life and professional story methodologies 
(Goodson & Sikes, 2001/2010) in these contexts, I was able to document 
participants’ various narratives and develop rich interpretations of their in-
dividual and collective stories (Kim, 2015). To these ends, over the course of 
the study, I documented and transcribed our interactions and communica-
tions – from our more structured reflective sessions and interviews to our 
informal conversations in the schools. Furthermore, I conducted and docu-
mented observations in classrooms. All of these data (transcripts, field ob-
servation notes, reflective journals, written communications, and artifacts) 
were collected and analyzed holistically. Utilizing qualitative coding and the-
matic analysis (Saldaña, 2013), I identified patterns and interpreted emergent 
themes using a critical theoretical lens. In addition to sharing the findings 
with the CLD Latina participants, I enlisted two colleagues who are knowl-
edgeable as critical scholars, but outside the study, to serve as peer debrief-
ers. Below are the selected findings that align with and inform my estab-
lished research questions. 
Findings and interpretations 
This study yielded several relevant findings; however, those that proved most 
salient for the focus of this paper are enumerated below: 
(1) Drawing on identity backgrounds: Being able to acknowledge and de-
construct the complex realities presented by their cultural and linguis-
tic diversity within the safety of the grant based program proved vi-
tal to their success. 
(2) Cultural wealth and experience as means for caring: The Latinas learned 
to use their various forms of cultural wealth as tools to enact critical 
care pedagogies for effective teaching. 
(3) Transformative resistance to whiteness: Each developed their own pro-
fessional identities as CLD teachers which guided their approaches to 
transformative resistance within the often toxic environments of their 
schools. 
(4) Sustainment of/for CLD community: As pre-service and now in-service 
teachers, they drew strength and sustainment from the learning com-
munity. Engagement in reflective and critical dialogs spurred healing 
and steeled resolve. 
Amanda  R .  Morales  in  Teach ing  Educat ion 29  (2018 )
     8
For the purpose of brevity, I provide select, representative excerpts from 
the data to illustrate the four identified themes that emerged related to the 
CLD teachers’ preparation and professional development and the tools and 
processes that supported and sustained them as impactful CLD teachers in 
white normative educational spaces (see Table 1). 
For five of the seven participants, data indicated that they saw themselves 
reflected in the content they learned in the program. In some instances, it 
was painful but meaningful, as it surfaced suppressed guilt and shame they 
felt as children of Spanish speaking immigrants. For example, two partici-
pants stated that course topics spurred them to discuss certain childhood 
experiences with their parents, bringing clarity and healing in their relation-
ships. For others, it was an empowering experience – one that gave them 
the theoretical knowledge to interpret their lived experiences. Further, their 
narratives revealed a deeper understanding of the larger social and institu-
tional structures that marginalize ethnic minorities and hinder the educa-
tional success of CLD children. 
In relation to the second theme, I found strong evidence across various 
sources of data that all seven of the Latinas’ learned to leverage their vari-
ous forms of community cultural wealth in their work with and for CLD stu-
dents. The most common forms of capital discussed in the context of their 
role as educators were experiential, aspirational, familial, and resistant cap-
ital (Yosso, 2005). Using content and contexts relevant to their students’ re-
alities, three of the teachers described their efforts to develop the critical 
consciousness in students needed to resist oppressive social scripts placed 
on Latinx youth in their community (e.g. dropouts and teen moms). All seven 
women shared  various methods and mechanisms they use to relate to, in-
spire, direct, and empower their students. Whether it was through estab-
lishing a Ballet Folklórico dance group for young Latinas, sharing consejos 
with troubled students, or strategizing with them ways to get an inequita-
ble policy changed in their school, the teachers all gained inspiration from 
one another’s examples shared in community. 
The third theme surfaced primarily in the data collected from my individ-
ual dialogs with participants. In these conversations (in person, via phone, or 
Facebook messaging) the teachers shared specific ways in which they dealt 
directly with the deficit perspectives held by some administrators and teach-
ers toward Latinx students and parents in their school. Six of the seven Lati-
nas’ narratives demonstrated their process of becoming agentive, with each 
of them at varying stages of development. They often spoke with me and 
with each other about how frustrating it is to see ignorant and uninformed 
decisions being made in school/district policies that negatively impact CLD 
students. In some cases, the teacher’s advocacy for CLD students and par-
ents was overt and in direct response to a specific issue, while in other cases, 
it was subtler, subversive, and ongoing. 
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Table 1. Coded, representative excerpts from CLD participants’ narratives. 
Themes  Examples from participant narratives 
(1) Drawing on identity backgrounds  ‘Because I was raised in a bilingual home, I learned to speak English and 
Spanish well. But a lot of times my dad was not there …. So my mom 
would raise us and we would speak a lot of Spanish, more than I real-
ized. When I started learning about ESL children in [class], about the dif-
ferent needs … and sometimes, you know, like the difference between sur-
vival, playground, [and] academic language, I understood why I was so 
frustrated all the time. It was really hard … but I learned that if I wanted to 
achieve something academically, that was going to have to come from in 
here [placing her hand over her heart].’ (Susana, interview) 
(2) Cultural wealth and experience as means   ‘If I wouldn’t have had this opportunity, to be in a program like this
     for caring (grow-your-own program), I wouldn’t be here. I could see myself being [in-
volved in] what we try to get kids away from [gang life]. That is my push 
with them …, and WHY I push them [students]. It’s because I know what 
a lot of them deal with, it makes me a bit more understanding …. I know 
the realities that they face. Like Raul (one of her students) is defensive … 
but I know the way to approach him. You [the teacher] have to kind of 
find a way around him. Teachers think, “oh, he’s naughty”. But if you think 
about it, his home life influences life here (in the classroom) … if I bat-
tle him here, and he battles as home, what’s the point? I just have to be 
sensitive. I have him stay after school sometimes … and he turns stuff in.’ 
(Aurelia, interview) 
    ‘I think all of that goes back to how we [CLD teachers] were growing up. 
We need to remember that our experiences tie back into what teacher we 
turn out to be. I think with my students, it helps when they realize you [as 
the teacher] didn’t have a perfect life, like having a single mom. Sometimes 
when I have to bring my son here with me [to class] or when they hear me 
talk about my husband . . .. When we learned about weather, I said, “I lived 
in a trailer for about 15 years and I always felt like I was going to blow 
away!” They were surprised and kind of like, “You lived in a trailer?” It’s like 
it is shocking to them. You? . . . Ya me.’ (Aurelia, interview) 
(3) Transformative resistance to whiteness  ‘My challenges are the teachers, just their attitude and their biases, [and] 
their comments. I hate it when there they’re like, “Oh the Hispanic par-
ents don’t do this.” Or “don’t do that … [they] have no clue, and it’s just so 
hard.”’ (Verónica, focus group) 
    ‘But anytime I have an opportunity to share about the positive things 
my students and their families have accomplished, I share and share. They 
can’t say anything negative about my positive. When they bring up a neg-
ative comment, I always share the positive. I will write down things the stu-
dents share with me so I won’t forget. It’s kind of like killing them with 
kindness. When they [teachers] start in on their negative talk, I start shar-
ing about the good in my students or families.’ (Verónica, digital media 
interview) 
(4) Sustainment of/for CLD community  ‘We leaned on each other to get through the program and still do to-
day. They [the cohort of Latinas] are still influencing me … We were always 
pushing one another to not give up [in school], … Now we are there when 
someone needs to vent or talk about stuff that is frustrating them.’ (Carina, 
interview) 
    ‘At this new school, it has been hard … They [administrators] make deci-
sions about my students [migrant & refugee newcomers] and keep them 
out of a lot of things … I protect them [newcomers], from the things they 
say about them and to them. I feel bad. . .It is not right, so I have to fight 
for them …. After talking about this stuff I realize that I need reminded 
about WHY I matter in the schools. It is so helpful to have someone to talk 
to about the things I am seeing in the schools.’ (Carina, phone interview)
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And lastly, all seven Latinas’ narratives were representative of the fourth 
theme. Both in phone and email conversations with me and in community 
with the group, the women reiterated how vital having each other was and 
is to their success personally and professionally. Some stated assuredly that 
they would have never graduated or survived all the pain, exhaustion, and 
frustration that they have experienced as preservice and in-service teachers, 
if not for the support of the others. Furthermore, six of the seven expressed 
gratitude for every opportunity they have to come together. Their narratives 
indicate that they use the learning community as a mechanism to combat 
cultural, linguistic, and gendered isolation, as the community creates a safe 
space to vent and process their fears and frustrations related to the reali-
ties of their various intersecting identities (within their schools and families). 
Discussion and considerations for practice 
Evidence from this study echoes existing studies that document the frequent 
failings of educational institutions to understand the complexities involved 
in both effectively recruiting for and supporting the development of CLD 
teachers. Yet, taken together, findings document the potential of grow-your-
own-teacher models as well as the critical, yet often overlooked, contextu-
alized processes and informed pedagogies (that incorporate CFE) useful 
for effective CLD teacher preparation and professional development. Fur-
thermore, they support the argument that CLD professionals are not ‘read-
ymade’ – merely because of their backgrounds – but instead require differ-
ently focused pedagogical interactions and conscientization. 
There is compelling evidence that CLD teachers are a vital resource in 
schools, as they can be highly effective in utilizing their cultural intuition 
and funds of knowledge in working with students from similar cultural back-
grounds; however, we must acknowledge that it is not a de facto guarantee 
that teachers of color graduating from general teacher education programs 
are innately cultural competent nor is it safe to assume they naturally will 
see how their cultural assets fit within the white-normed pedagogical prac-
tices used or the methods taught in said programs. I argue that because 
CLD preservice/ in-service teacher biographies are different (relative to the 
historically white, monolingual teaching force), the ways in which programs 
recruit, prepare, and mentor them must be different. 
As such, this study points toward a nuanced approach to teacher educa-
tion that (a) challenges traditional structures and exclusionary policies that 
limit access for CLD and nontraditional college students (Ledesma & Calde-
rón, 2015), (b) fosters the development of critical decolonizing perspectives 
among educators (Jupp, 2017; Pérez Huber, 2009), and (c) centers CLD teach-
ers’ cultural and linguistic biographies as assets (Yosso, 2006). Further, it 
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demonstrates the sustaining benefits of professional development informed 
by Chicana feminist perspectives that privileges CLD teachers voices, honors 
their struggles, and values their cultural ways of knowing within a field and 
a society that often marginalizes and silences them (Calderón et al., 2012; 
Delgado Bernal, 2002). Through purposeful infusion and extension of Chi-
cana feminist epistemologies into the pedagogical approaches documented 
in the study, critical teacher educators can create environments and experi-
ences that nurture and sustain CLD teachers. 
While this report argues for the type of instruction and facilitation built 
upon the realities of the CLD pre- and in-service teachers, I acknowledge 
that this likely is not easy for PWIs. This requires department, program, 
and/or district leaders as well as faculty across content areas to commit 
themselves to learning about and from their CLD students and associated 
communities. 
At the curriculum level, it requires instructors and facilitators who are will-
ing to courageously and skillfully delve into issues of race, class, religion, 
gender, and oppression within the context of schools, families, and soci-
ety. As seen in this context, impact is made when students/participants are 
engaged in generative and contemplative practices. By using case studies, 
personal narratives, life histories, poetry, visual/performance art, and crit-
ical readings, students are engaged at a visceral level. As the pre- and in-
service teachers critically reflect upon their socialization as CLD individuals 
within the context of the coursework and/or program, they excavate often-
difficult and sometimes painful memories of past and present experiences. 
Through guided discussions and reflections on experiences, they are able 
to acknowledge and process both the cargas (burdens they must carry as 
someone from a marginalized group) as well as the regalos (gifts and expe-
riences as CLD individuals) their cultures provide. 
By problematizing difference-blind perspectives and approaches to teach-
ing and learning commonly experienced in education (Johnson & Williams, 
2015) the facilitator lifts the veil. He/she provides CLD pre-service and in-
service teachers the opportunity, context, and lens through which to ques-
tion and reflect upon aspects of their own identity in relation to larger social 
systems (Herrera et al., 2011). Once participants develop a more nuanced 
perspective of their cultural and familial heritage, and the intersectionalities 
that exist in their own life histories, they are able to construct more clearly 
their personal and professional identities as CLD educators. With these new 
understandings of themselves and society, they begin to develop a critical 
consciousness (Kohli, 2008, McDonough, 2009). 
As illustrated in these findings, critical consciousness is a vital step in CLD 
teachers’ preparation and professional development, yet it alone does not 
result in agentive, culturally responsive teaching. CLD pre-service and in-ser-
vice teachers must receive guidance and mentorship for what to do with the 
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knowledge and understanding they have gained and how to leverage their 
skills and cultural assets intelligently and strategically to impact change. By 
providing the space and time to work through these processes in various 
ways, in community with each other, they can co-develop an identity that 
includes advocacy. Similar to the critical inquiry groups discussed by Kohli 
et al. (2015), and Ritchie (2012), through the healing practices of commu-
nity and collective sustainment, educators come to understand that their 
full cultural selves are vital to effective and agentive praxis. As in the case of 
the CLD teachers in this study, with this understanding comes a sense of re-
sponsibility to support and to advocate for the CLD students and families 
in their Latinx minority–majority schools. 
Conclusion 
In this paper, I chose to focus on selected findings that document Latina 
teachers’ processes of becoming and the use of critical and CFE perspectives 
in the professional development of their enacted identities within white nor-
mative educational spaces. The narratives shared here, surfaced through 
the use of life and professional story methodologies, identify many of the 
persistent and systemic issues that limit our ability to produce and sustain 
teachers who provide affirming, impactful, and liberating educational ex-
periences for CLD students in schools. However, they also give us hope, as 
they illustrate the potentialities of CLD teachers, while providing a realistic 
vision for both process-oriented CLD teacher preparation and relational/
sustaining professional development that could lead to critical-race-con-
scious praxis in our field. 
As our educational institutions strive to understand how to recruit, mo-
tivate, and prepare educators to enact liberatory pedagogies within the in-
creasingly segregated, politically charged contexts of white normative ed-
ucational spaces, study findings point toward an effective approach to the 
work. While I acknowledge this study is just one mid-western example, I be-
lieve it can be effective with populations beyond Latinxs. In fact, variations 
of such a model can be seen at the pre-service level in programs such as 
Call Me MISTER (Jones & Jenkins, 2012), which provides nuanced program-
ming, mentorship, and servant leadership development for Black males in 
elementary education. Also, at the in-service level, teacher-organized and 
grass roots activism organizations such as the New York Collective of Rad-
ical Educators (NYCoRE), the Institute for Teachers of Color Committed to 
Racial Justice (ITOC), The People’s Education Movement (People’s Ed) (Kohli 
et al., 2015), and the H.E.L.L.A. Educator of Color Inquiry Group (Pour-Khor-
shid, 2016) demonstrate the impact that can be made through collective em-
powerment and activism among practicing educators of color. 
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It is important to note that in all instances the sustainment of impactful 
programmatic change must flow from institutional commitment to move 
beyond espousing asset-based frameworks when working with CLD stu-
dents toward a genuine dedication to transformation. Institutions are chal-
lenged to stretch beyond the comfort of status quo, to implement more ro-
bust and engaged pedagogical models that are grounded in critical theory 
and connected to practice, and to seek contemporary relevance from and 
for the communities they serve. As such, it is vital that educational institu-
tions strengthen their collective capacities to understand and to serve, which 
can only come from increased involvement in and with communities of color 
not often represented in higher education. Ultimately, this brings us closer 
to our goal of authentic integration of culturally contextualized understand-
ings into policy making, programming, curriculum development, and teach-
ing in both university and public school contexts. 
◄►
Disclosure statement — The author reports no potential conflict of interest. 
Amanda R. Morales is an Assistant Professor in the Department of Teaching, Learn-
ing, and Teacher Education at the University of Nebraska-Lincoln. Her research and 
practice builds on her previous experiences as an assistant professor and the diver-
sity coordinator for the College of Education at Kansas State University, and her lead-
ership as a program manager in the Center for Intercultural Multilingual Advocacy. 
Prior to her work in higher education, Amanda was an Assistant Director of Visitor 
Programs at the Fort Worth Museum of Science and History in Fort Worth, Texas 
for over 5 years where she did school, public, and community-based programming 
as well as teacher professional development. She is the author of numerous peer-
reviewed journal articles, book chapters, and grant proposals that address issues 
of equity & access for culturally and linguistically diverse students across the K-16 
education continuum. Amanda’s current research explores the lived experiences of 
immigrant, migrant and first-generation college students in the mid-west, as well 
as teachers of color in Predominately White Institutions. 
References 
Albert Shanker Institute. (2015). The state of teacher diversity in American 
education. Washington, DC. 
Bhattacharya, K. (2017). Fundamentals of qualitative research: A practical guide. 
London: Routledge. 
Cabrera, N. L., Franklin, J. D., & Watson, J. S. (2017). Whiteness in higher education: 
The invisible missing link in diversity and racial analyses. BE Press. Online from 
https://works.bepress.com/nolan_l_cabrera/34/  
Amanda  R .  Morales  in  Teach ing  Educat ion 29  (2018 )
     14
Calderón, D., Delgado Bernal, D., Pérez Huber, L., Malagón, M. C., & Vélez, V. 
N. (2012). A Chicana feminist epistemology revisited: Cultivating ideas a 
generation later. Harvard Educational Review, 82, 513–539. 
Delgado Bernal, D. (1998). Using a Chicana feminist epistemology in educational 
research. Harvard Educational Review, 68, 555–582. 
Delgado Bernal, D. (2001). Learning and living pedagogies of the home: The 
mestiza consciousness of Chicana students. International Journal of Qualitative 
Studies in Education, 14(5), 623–629. 
Delgado Bernal, D. (2002). Critical race theory, Latino critical theory, and critical 
raced-gendered epistemologies: Recognizing students of color as holders and 
creators of knowledge. Qualitative Inquiry, 8, 105–126. 
Elenes, C. A., & Delgado Bernal, D. (2010). Latina/o education and the reciprocal 
relationship between theory and practice: Four theories informed by the 
experiential knowledge of marginalized communities. In E. G. Murillo, S. 
Villenas, R. T. Galván, J. S. Muñoz, C. Martínez, & M. Machado-Casas (Eds.), 
Handbook of Latinos and education: Theory, research, and practice. New York: 
Routledge. 
Goodson, I., & Sikes, P. (2001/2010). Life history research in educational settings. 
New York: Open University Press. 
Herrera, S. G., Morales, A. R., Holmes, M., & Herrera Terry, D. (2011). From 
remediation to acceleration: Recruiting, retaining, and graduating future 
culturally and linguistically diverse (CLD) educators. Journal of College Student 
Retention: Research, Theory & Practice, 13(2), 229–250. 
Holmes, M., Fanning, C., Morales, A., & Herrera, S. (2012). Contextualizing the 
path to academic success: Culturally and linguistically diverse students gaining 
voice and agency in higher education. In Y. Kanno & L. Harklau (Eds.), Linguistic 
minority students go to college: Preparation, access, and persistence (pp. 201–
219). New York: Routledge. 
Irizarry, J. (2011). En la lucha: The struggles and triumphs of Latino/a preservice 
teachers. Teachers College Record, 113(12), 2804–2835. 
Johnson, K., & Williams, L. (2015). When treating all the kids the same is the real 
problem: Educational leadership and the 21st century dilemma of difference. 
Thousand Oaks, CA: Corwin. 
Jones, L., Castellanos, J., & Cole, D. (2002). Examining the ethnic minority student 
experience at predominantly white institutions: A case study. Journal of 
Hispanic Higher Education, 1(1), 19–39. 
Jones, R., & Jenkins, A. (2012). Call me MISTER: The re-emergence of African 
American male teachers in South Carolina. Charleston, SC: Advantage. 
Jupp, J. C. (2017). What learning is needed for white teachers’ race-visible 
teaching? Racialised curriculum recoding of cherished knowledges. Whiteness 
and Education, 2(1), 15–31, doi:10.1080/23793406.2017.1373032 
Kim, J. H. (2015). Narrative inquiry: The crafting and analysis of stories as research. 
Thousand Oaks, CA: Sage. 
Kohli, R. (2008). Breaking the cycle of racism in the classroom: Critical race 
reflections from future teachers of color. Teacher Education Quarterly, 35(4), 
177–188. 
Amanda  R .  Morales  in  Teach ing  Educat ion 29  (2018 )
     15
Kohli, R., Picower, B., Martinez, A., & Ortiz, N. (2015). Critical professional 
development: Centering the social justice needs of teachers. International 
Journal of Critical Pedagogy, 6(2), 7–24. 
Krefting, L. (1991). Rigor in qualitative research: The assessment of 
trustworthiness. American Journal of Occupational Therapy, 45, 214–222. 
Ladson-Billings, G. (2014). Culturally relevant pedagogy 2.0: A.k.a, the remix. 
Harvard Educational Review, 84(1), 74–84. 
Ledesma, M. C., & Calderón, D. (2015). Critical race theory in education: A review 
of past literature and a look to the future. Qualitative Inquiry, 21(3), 206–222. 
Lincoln, Y., & Guba, E. (1985). Naturalistic inquiry. Newbury Park, CA: Sage. 
Magaldi, D., Conway, T., & Trub, L. (2016). I am here for a reason”: Minority 
teachers bridging many divides in urban education. Race, Ethnicity, & 
Education. doi:10.1080/13613324.2016.1248822 
Matias, C. E., & Zembylas, M. (2014). “When saying you care is not really caring”: 
Emotions of disgust, whiteness ideology, and teacher education. Critical 
Studies in Education, 55(3), 319–337. 
McDonough, K. (2009). Pathways to critical consciousness: A first-year teacher’s 
engagement with issues of race and equity. Journal of Teacher Education, 60(5), 
528–537. 
Morales, A., & Shroyer, M. G. (2016). Agency inspired by hardship: English learner 
(EL) Latinas as liberatory educators. The International Journal of Multicultural 
Education, 18(3), 1–21. 
Moya, P. M. L. (2002). Learning from experience: Minority identities, multicultural 
struggles. Los Angeles: University of California Press. 
Pérez Huber, L. (2009). Challenging racist nativist framing: Acknowledging the 
community cultural wealth of undocumented Chicana college students to 
reframe the immigration debate. Harvard Education Review, 79(4), 704–729. 
Pour-Khorshid, F. (2016). H.E.L.L.A.: Collective testimonio that speak to the 
healing, empowerment, love, liberation, and action embodied by social justice 
educators of color. Association of Mexican American Educators Journal, 10(2), 
16–32. 
Ritchie, S. (2012). Incubating and sustaining how teacher networks enable and 
support social justice education. Journal of Teacher Education, 63(2), 120–131. 
Robles, J. (2009). Barriers to success: A narrative of one Latina student’s struggles. 
Harvard Educational Review, 79(4), 745–755. 
Saldaña, J. (2013). The coding manual for qualitative researchers (2nd ed.). London: 
Sage. 
Sandoval, C. (2000). Methodology of the oppressed. St. Paul, MN: University of 
Minnesota Press. 
Sleeter, C. E. (2001). Preparing teachers for culturally diverse schools: Research 
and the overwhelming presence of whiteness. Journal of Teacher Education, 52, 
94–106. 
Solórzano, D. G., & Delgado Bernal, D. (2001). Examining transformational 
Amanda  R .  Morales  in  Teach ing  Educat ion 29  (2018 )
     16
resistance through a critical race and latcrit theory framework: Chicana and 
Chicano students in an urban context. Urban Education, 36, 308–342. 
Solórzano, D. G., & Villalpando, O. (1998). Critical race theory, marginality, and the 
experience of minority students in higher education. In C. Torres & T. Mitchell 
(Eds.), Emerging issues in the sociology of education: Comparative perspectives 
(pp. 211–224). Albany, NY: State University of New York Press. 
Solórzano, D. G., & Yosso, T. J. (2002). Critical race methodology: Counter-
storytelling as an analytical framework for education research. Qualitative 
Inquiry, 8, 23–44. 
Valenzuela, N. (2013). Finding clarity amidst murky waters: Beginnings of a 
culturally responsive researcher. In M. Berryman, S. SooHoo, & A. Nevin (Eds.), 
Culturally responsive methodologies. Bingley, England: Emerald Group. 
Van Manen, M. (1990). Researching lived experience: Human science for an action 
sensitive pedagogy. Albany, NY: State University of New York Press. 
Villegas, A. M., & Lucas, T. (2002). Educating culturally responsive teachers: A 
coherent approach. Albany: State University of New York. 
Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of 
community cultural wealth. Race, Ethnicity, & Education, 8(1), 69–91. 
Yosso, T. J. (2006). Critical counterstories along the Chicana/Chicano educational 
pipeline. New York: Routledge.  
 
